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Abstract 
In the United States, Spanish-speaking English Learners (ELs) represent a 
growing and significant portion of the student population. ELs require targeted 
instructional strategies and classroom environments in order to fully acquire language 
and learn content. Studies in bilingual and second language education have 
demonstrated how students’ native language (i.e., first language, or “L1”), once 
believed to be a limitation that should be kept separate from students’ use of the 
target language, can instead serve as an asset benefitting English acquisition. 
However, educators who are unfamiliar with Spanish and components of language 
transfer may not be able to fully support students in this endeavor. In the US, “less 
than 3% of educators have a specialization for teaching English learners and only 
38% of teachers report having coursework regarding this population of students” 
(Cárdenas-Hagan, 2018 p. 14). Even if instructors are not fluent in a student’s L1, “it 
is necessary to explore, understand, and integrate the commonalities between the 
native language and English,” (2018, p. 20). With the proper supports and training, 
teachers can recognize and encourage students’ native language use in the classroom 
in order to facilitate cross-language transfer of linguistic, academic, and cognitive 
concepts to strengthen ELs’ success in school. Emphasis is given to the areas of 
vocabulary knowledge and phonological awareness as avenues for cross-language 
transfer in Prekindergarten to 1st grade. This project proposes the development of a 
website reference guide and in-service training to empower teachers to better support 
their ELs by building on their linguistic strengths. 
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Chapter One: Introduction 
Problem Statement 
 Although the number of Spanish-speaking English Learner (EL) students in 
early childhood classrooms continues to increase in the United States, many teachers 
are not prepared to support students’ cross-language transfer of knowledge and skills 
as they acquire English (Greenberg, Walsh, & McKee, 2015; National Academies of 
Sciences, Engineering, and Medicine, 2017; Samson & Collins, 2012). Often 
classroom teachers lack training on both the components of the Spanish language 
(e.g., phonology, grammar, syntax, vocabulary, etc.) as well as how to incorporate 
them successfully into their classroom environments and teaching practices. As a 
result, they are unable to effectively support students’ language transfer from Spanish 
to English and may even mistakenly label errors due to native language interference 
as evidence of a disability or language disorder, thus resulting in inappropriate special 
education referrals (NASEM, 2017). When provided with adequate training and 
resources that are specific to knowing about and using a particular language’s 
nuances, classroom teachers can ensure that their learning environments and 
instructional practices facilitate cross-language transfer that supports students’ 
English language acquisition (Cummins, 2008). 
Importance and Rationale of the Project 
The English Learner population in the United States is a diverse subset of 
individuals that vary in terms of native language, racial and ethnic origin, birth 
country, family composition, age, English proficiency, socioeconomic status, and 
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several other demographics. Estimates of the total number of ELs in the country 
“range from 2.6 million, based on U.S. Census definitions, to approximately 4.9 
million, based on data from the U.S. Department of Education” (NASEM, 2017, p. 
65). From 1980 to 2010 the percentage of the total population that spoke a language 
other than English increased from 11% to 20.3% (2017). Although many English 
Learners were born in the United States, a significant portion of ELs are immigrants – 
upwards of 46 million people in 2013 compared to about 10 million in the 1960s 
(2017). 
         This increase in the overall number of English Learners, as well as an increase 
in the population of immigrants, has also had an impact on public school 
demographics. One of the fastest-growing subsets within the adolescent population of 
the United States is the number of children from immigrant families. Approximately 
one in five children between the ages of five to 17 years old are from an immigrant 
family (NASEM, 2017). In the 2014-15 school year, English Learner students made 
up about 10% (or 4,850,000) of the total public-school student population, 
representing more than 400 languages and dialects (Office of English Language 
Acquisition [OELA], 2018b; OELA, 2018c). This constituted an increase from 4.3 
million EL students in the 2002-03 school year to almost 4.9 million students in 
2015-16 (OELA, 2018c). 
As a considerable percentage of the public-school student population, English 
Learners represent a significant subgroup of the “future workforce in the United 
States and will play an important role in the vibrancy of the U.S. economy and local 
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communities” (NASEM, 2017, p. 66). ELs’ educational progress impacts the 
performance of local, state, and federal education agencies. Unfortunately, as reported 
by the US Office of English Language Acquisition ([OELA], 2018a), which compiles 
data on the academic progress of fourth and eighth grade students on the National 
Assessment of Educational Progress (NAEP) - also known as the “Nation’s Report 
Card” - ELs are not making a sufficient amount of progress. The data demonstrate 
that there was only a minimal zero to four point increase in average scale scores from 
2007 to 2017 for both EL and non-EL populations (2018a). Even more notably, 
however, is that the “significant gap between ELs and their peers” – a gap of 25 to 41 
scaled score points – on both the fourth and eighth grade reading and mathematics 
testing “remained essentially unchanged” after a decade (2018a, pp. 1-2). This 
indicates that both historical and current instructional practices for English Learners 
have not been successfully closing the achievement gap that exists between EL and 
non-EL students. This may be due in part to “the fact that less than 3% of educators 
have a specialization for teaching English learners and only 38% of teachers report 
having coursework regarding this population of students” (Cárdenas-Hagan, 2018, p. 
14). Many teachers have not been fully prepared to effectively teach English 
Learners. 
The early childhood setting serves as a vital time for educators to nurture EL 
students’ native languages and support their cross-language transfer to English. 
Curricular standards, such as the Michigan State Board of Education’s (MI SBE) 
“Early Childhood Standards of Quality for Prekindergarten,” recognize the 
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importance of developing native languages. The standards state that, “the best entry 
into literacy is a child’s first language. Literacy in a child’s first language establishes 
a knowledge, concept and skills base that transfers from first language reading to 
reading in a second language” (MI SBE, 2005, p. 40). As a result, many of the 
standards included throughout all content areas of the publication feature specific 
ideas for fostering students’ native languages and incorporating them into the early 
childhood classroom setting.  
Finally, nationally-compiled data also reveal disparities in the percentage of 
EL students who are identified as having a disability. The OELA (2018a) notes that 
during the 2013-2014 school year, “the overall proportion of students who were 
primarily identified as having a specific learning disability was lower for non-ELs 
(38.2 percent) than ELs (50.5 percent)” (OELA, 2017, p. 2). That same school year, 
EL students with disabilities received a “regular high school diploma at a rate of 19.2 
percentage points below students with disabilities who were non-ELs” and dropped 
out of high school “at a rate of 6.6 percentage points above” their non-EL 
counterparts (2017, p. 3). 
Considering the higher special education identification rates for EL students 
compared to non-ELs – and the inconsistencies in high school graduation rates 
between them – there is an ethical concern about the possibility of misidentifying EL 
students as having a disability when truly it is their language differences interfering 
with their English acquisition and academic progress. Factors that can contribute to 
this misidentification include minimal federal policy guidance, eligibility teams that 
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struggle to distinguish between language acquisition and disabilities, and a lack of 
“tools, procedures, or qualified staff to appropriately identify ELLs with disabilities” 
(DeMatthews, Edwards Jr., & Nelson, 2014, p. 29). To better address this “ELL-
special education disproportionality,” education agencies need to provide educators 
with guidance, training, and professional development, which serves as a “primary 
means by which to respond to gaps in knowledge and compliance around legal and 
procedural processes” (2014, pp. 30-31). 
Although English Learner (EL) and bilingual education teachers serve vital 
roles in supporting EL students’ linguistic and academic progress, it is essential that 
all staff are trained in ways to establish learning environments and instructional 
practices that best facilitate English language acquisition. Many staff are unprepared 
by their preservice programs to work with EL students, in part due to “the great 
variability across state certification requirements [which] influences the content 
offered to candidates by higher education and other preparation programs” (NASEM, 
2017, p. 460). Samson and Collins (2012) argue that “teacher preparation and 
development should require some basic knowledge relevant to ELLs for all teachers 
as a first step in helping ELLs to realize greater academic gains” (p. 22). They 
identify the most important skill areas for teacher training as “oral language 
development, academic language, and cultural diversity” (2012, p. 20).  
Background of the Project 
Language acquisition support for English Learners in the United States has 
evolved throughout history. As more research has been conducted on how languages 
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are acquired and what instructional methods and models can best support language 
learning, policy and best practices have also progressed accordingly.  
Former Language Instruction Methods 
Second language and foreign language instruction’s roots are in the grammar-
translation method, in which “the focus was on teaching grammar in isolation from 
communication and using translation as an end in itself” (Cummins, 2008, p. 65). The 
direct method was subsequently developed in the 1880s in contrast to the grammar-
translation method. Its goal was to provide students with natural linguistic 
experiences that mirrored their native language learning so that they would acquire 
language inductively while “emphasizing the avoidance of translation and the direct 
use of the foreign language as the medium of instruction in all situations” (2008, p. 
66). Audiolingual and audiovisual approaches that were developed in the 1960s and 
1970s applied these same principles of foreign language-only instruction and verbal 
or written repetition to learn grammar and phonology of the new language (2008, p. 
66).  
Native Language and the Threshold Hypothesis 
Skutnabb-Kangas and Toukomaa (1976) conversely argued the importance of 
maintaining students’ native language (L1) considering the impact it can have on their 
second language (L2) acquisition. They discussed a “threshold level of L2 
competence” that is limited by students’ language development in their L1; this 
means that for students who were learning a second language but did not receive 
support for their L1 acquisition, “the development of [their] skill in the mother tongue 
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[would] slow down or even cease, leaving the child without a basis for learning the 
second language well enough to attain the threshold level in it” (1976, p. 28). 
Linguistic Interdependence Hypothesis.  
The Linguistic Interdependence Hypothesis - also known as the 
Developmental Interdependence Hypothesis - was subsequently developed by James 
Cummins in 1979. His hypothesis states that “the level of L2 competence which a 
bilingual child attains is partially a function of the type of competence the child has 
developed in L1 at the time when intensive exposure to L2 begins” (Cummins, 1979, 
p. 233). In the case of English Learners, if students begin English immersion with a 
high level of L1 proficiency, they theoretically will be able to develop similarly high 
levels of L2 proficiency. The opposite is also true. Having a low L1 proficiency is 
likely to interfere with ELs’ continued L1 acquisition when they are initially exposed 
to L2 instruction, which “will, in turn, exert a limiting effect on the development of 
L2” (1979, p. 233). Cummins argues that a necessary prerequisite for successful 
bilingual acquisition is maintenance of students’ L1 language development (1979, p. 
232). He highlights that students’ native languages can be used as “a tool for 
learning” in school since students can access knowledge and skills they have 
previously encoded using their L1 (Cummins, 2005, p. 9). 
Common Underlying Proficiency Model 
Cummins (1980) further states that languages are distinguishable from one 
another by distinct “surface aspects” (e.g., pronunciation, stress, grammar, and so 
forth). However, he notes that there is also a deeper Common Underlying Proficiency 
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(CUP) that exists below the surface of students’ understanding of language in general. 
This underlying proficiency refers to aspects of language that make “possible the 
transfer of cognitive/academic or literacy-related proficiency from one language to 
another” (Cummins, 2008, p. 68). He furthermore lists the following types of 
knowledge that can be transferred: “conceptual elements” (e.g., life cycle of a 
butterfly), “metacognitive and metalinguistic strategies” (e.g., strategy of making 
connections to text), “pragmatic aspects of language use” (e.g., language clarification 
strategies), “specific linguistic elements” (e.g., knowledge of roots and affixes), and 
“phonological awareness-- the knowledge that words are composed of distinct 
sounds” (Cummins, 2005, p. 3). Previous language acquisition hypotheses - including 
Cummins’ - did not fully account for the connections between students’ native and 
target languages, which this project does in seeking ways to support students’ cross-
language transfer from Spanish to English. 
Cross-Language Transfer 
 The CUP model is the foundation of the concept of cross-language transfer 
(CLT, also known as cross-linguistic transfer) that is referenced in language 
acquisition theory. Educators can capitalize on students’ L1 conceptual and linguistic 
knowledge to help them transfer and apply those concepts to their growing 
proficiency in the L2. Translanguaging, a related concept, “refers to the way 
emergent bilinguals communicate and make meaning through the intermixing of their 
various linguistic repertoires” and how they do not view languages as separate 
systems, but rather, “as part of a single interconnected system” (Rowe, 2018, p. 31). 
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Considerable research has been done in recent years on EL students’ cross-linguistic 
transfer of various components of language such as phonology (Atwill, Blanchard, 
Christie, Gorin, & García, 2010; Cárdenas-Hagan, 2018; Dickinson, McCabe, Clark-
Chiarelli, & Wolf, 2004; Durgunoğlu, 2002; Durgunoğlu, Nagy, & Hancin-Bhatt, 
1993; Sun-Alperin & Wang, 2009), morphology (Cárdenas-Hagan, 2018), 
semantics/vocabulary (Cárdenas-Hagan, 2018; Méndez, Crais, Castro, & Kainz, 
2015), syntax (Cárdenas-Hagan, 2018; Durgunoğlu, 2002), and pragmatics (2018). 
English Learner Educational Policy 
The national Every Student Succeeds Act (ESSA), which replaced the former 
No Child Left Behind (NCLB) Act, includes specific provisions related to English 
Learners. Michigan’s statewide plan in response to ESSA requirements includes 
protocols for incorporating frequently-occurring native languages (i.e., Spanish and 
Arabic) into its state summative assessment within Title I, which focuses on the 
academic achievement of disadvantaged students to ensure “that all children have a 
fair, equal, and significant opportunity to obtain a high-quality education” (Title I—
Improving the Academic Achievement of the Disadvantaged— Academic 
Assessments, 2016). In order to guarantee that this occurs, the federal government 
created Title III to support students, teachers, administrators, families, and 
community members to “ensure that English learners, including immigrant children 
and youth, attain English proficiency and develop high levels of academic 
achievement in English” (Title III of the Elementary and Secondary Education Act of 
1965 (ESEA), 2008). Provisions under Title III give direction for teacher training 
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related to English Learner instruction, stating that districts should “implement 
evidence-based professional development plan focused on second language 
development and bilingual instruction to support classroom teachers, 
paraprofessionals, administrators and other personnel to build their capacity and skill 
set” (MI SBE, 2017, p. 94). Therefore, it is essential that language assistance 
programs utilize best practices to support English Learners’ acquisition of language 
and content. 
Statement of Purpose 
The purpose of this project is to develop, present, and evaluate a reference 
tool for Prekindergarten (PK) to 1st grade general and special education teachers in a 
suburban public-school district that has a growing population of English Learner 
students. Although there are many textbooks and research articles about cross-
language transfer, they are not always practical resources for teachers who are already 
trying to manage a high volume of ever-changing curricula and the accompanying 
abundance of documents and trainings. Also, there are limited professional 
development opportunities that are specifically related to cross-language transfer in 
Spanish-speaking English Learners. This project is significant because it will fill that 
resource gap by providing a comprehensive overview that is still easily accessible for 
classroom teachers. The reference guide and in-service training will introduce 
teachers to the linguistic components (i.e., phonology, morphology, semantics, and 
syntax) of the Spanish language, the stages of English language acquisition, aspects 
of cross-language transfer, examples of language interference, and practical ways to 
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support and build on students’ native languages within their classrooms. Not only will 
this guide encourage teachers to intentionally integrate students’ native languages into 
the classroom setting and incorporate EL best practices into their instruction, but it 
can also help their school evaluation teams avoid misidentifying an EL student who is 
exhibiting native language interference as having a disability or language disorder. 
Research highlights that insufficient “guidance, and professional training from states 
and districts exacerbates the already complex process of… managing and sequencing 
dual processes related to English language proficiency and need for special education 
services” (DeMatthews et al., 2014, p. 33). This project is unique in its particular 
focus on providing educators with knowledge about cross-language transfer to help 
them better understand language acquisition and more effectively support their EL 
students’ progress. 
In order to maintain a concise focus and keep the length and complexity of 
this reference guide manageable, this project will focus specifically on cross-language 
transfer between Spanish and English. The majority of the EL population in the 
receiving district is Spanish-speaking, so an emphasis on Spanish will ensure the end 
product is highly relevant. Based on accompanying feedback from participating staff 
members, this reference guide will be modified as needed and possibly expanded to 
provide overviews of cross-language transfer from other languages spoken by EL 
students in the district. Feedback will be elicited in survey form from staff both after 
completion of the in-service training and at the end of the school year after having 
used the reference guide. Checklists will also be provided for staff to self-evaluate the 
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alignment of their classroom environments and instructional methods alongside best 
practices that facilitate cross-language transfer for EL students. Participants will be 
able to self-evaluate before the training as well as after using the reference guide 
during the school year. 
Objectives of the Project 
The goal of this project is to develop a reference guide for early childhood 
classroom teachers (PK-1st grade) that provides them with information about: 
1) The stages and characteristics of English language acquisition;  
2) Which language concepts and skills (e.g., phonology, grammar, syntax, 
vocabulary, and so forth) can transfer from Spanish to English and which can 
cause interference; and 
3) The benefits of incorporating students’ native languages into the classroom 
setting and instruction as well as how to do so effectively. 
Students’ native languages (L1) serve as an invaluable resource for them as 
they acquire English (their L2) (Cárdenas-Hagan, 2018; Cummins, 2008). It is 
essential that educators capitalize on students’ strengths and assets in order to support 
their English language development. One of the objectives of this project will 
therefore be to increase teacher familiarity with the Spanish language as well as 
linguistic components that can transfer to or interfere with their English acquisition. 
This will be evaluated through the staff surveys provided before and after they attend 
the in-service training and practice using the reference guide. Another objective of 
this project will be to increase student access to classroom and instructional supports 
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that facilitate cross-language transfer. This will be evaluated using the self-evaluation 
checklists that teachers complete before and after the training and implementation. 
Definition of Terms 
• Cognates - Words in two different languages that sound and often look similar 
and have the same meaning (e.g., “action” in English and “acción” in 
Spanish). 
• Common Underlying Proficiency Model (CUP) – This model references “the 
cognitive/academic knowledge and abilities that underlie academic 
performance in both languages” that a student is acquiring (Cummins, 2005, 
p. 4). 
• Cross-language transfer (CLT) – Also known as cross-linguistic transfer, CLT 
is the process of transferring knowledge or skills from experiences in one 
language to learning of another language. Cummins (2005) lists the following 
knowledge that can be transferred: “conceptual elements, metacognitive and 
metalinguistic strategies, pragmatic aspects of language use, specific linguistic 
elements, and phonological awareness-- the knowledge that words are 
composed of distinct sounds” (p. 3). 
•  DLL – Acronym for dual language learner. This term is used in programs 
serving children from birth to age five to refer to children who are learning 
more than one language simultaneously and whose first language is usually 
not English. 
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• EL – Acronym for English Learner. This term is used frequently in P-12 
settings to refer to students whose native language (i.e., their first language) or 
home language (i.e., their primary language) is a language other than English 
and who subsequently qualify for EL support based on established criteria. 
Most states have detailed entrance and exit protocol for their EL programs. 
(Another name for this term is ELL – English Language Learner.) 
• ESSA - The United States’ national educational law, signed in 2015, which 
reauthorized the former Elementary and Secondary Education Act (ESEA). 
Each state is required to submit their plan for how they will meet the 
requirements of ESSA law. 
• Language interference - The impact that knowledge of a language can have - 
positive (assisting) or negative (hindering) - while acquiring another language. 
• L1 - Acronym for the first language that a student learned to understand and 
speak. This is also referred to as a student’s “native language” or “mother 
tongue.” 
• L2 – The second or additional language that a student is learning (i.e., English 
for EL students). 
• Linguistic (or Developmental) Interdependence Hypothesis – This hypothesis, 
developed by James (Jim) Cummins in 1979, highlights the relationship 
between students’ L1 and L2 by stating that “the level of L2 competence 
which a bilingual child attains is partially a function of the type of competence 
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the child has developed in LI at the time when intensive exposure to L2 
begins” (Cummins, 1979, p. 233). 
• Morphology - The component of language that centers on “the study of 
morphemes… the smallest unit of meaning in a language” (Cárdenas-Hagan, 
2018, p. 16). 
• Native language/mother tongue – These are terms that refer to the first 
language that students learn to understand and speak when they are young. 
• Phonological awareness – An awareness of the sounds in a language and how 
they can be manipulated and connected to print (i.e., phonemic awareness). 
Research shows that “students who have strong phonological awareness skills 
in a native language are likely to have strong phonological awareness skills in 
a second language” (Cárdenas-Hagan, 2018, p. 16). 
• Phonology - The component of language that includes knowledge of the 
smallest sound units (e.g., vowels, consonants, digraphs, and so forth) as well 
as an ability to “blend, segment, and manipulate sounds” (Cárdenas-Hagan, 
2018, p. 16). 
• Pragmatics - The component of language that refers to “how languages are 
used in social and academic settings,” including understanding nonverbal cues 
and gestures as well as maintaining social conventions during conversations 
(e.g., physical proximity, turn taking) (Cárdenas-Hagan, 2018, p. 19). 
•  Primary/home language – The language that students’ families use most often 
in the home. 
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• Semantics – The component of language that “includes the knowledge of 
word meanings and the ability to access and retrieve words” (Cárdenas-
Hagan, 2018, p. 17). 
• Syntax – The component of language that includes “the grammatical 
components of the language,” such as parts of speech, usage, and sequence 
(Cárdenas-Hagan, 2018, p. 18). 
• Title I - A federal educational law that focuses on the academic achievement 
of disadvantaged students to ensure that all students have access to a quality 
education regardless of their background or demographics (Title I, 2016). 
• Title III - A federal educational law that focuses on advancing the language 
acquisition and academic performance of English Learners (Title III of the 
ESEA of 1965, 2008). 
• Translanguaging – The process of making “meaning through the intermixing 
of… various linguistic repertoires” to communicate effectively with others 
(Rowe, 2018, p. 31). 
Scope of the Project 
This project is designed for PK-1st grade general and special education 
teachers who have not had extensive training or professional development about 
language transfer and interference with Spanish-speaking English Learners. However, 
those who have had previous training can still attend the in-service training to 
contribute to the dialogue with other staff members and complete the self-evaluation 
activities to ensure their learning environments and instruction are aligned with best 
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practices for EL students. This web-based reference guide will not focus on an 
extensive analysis of language acquisition methodologies, theories, or program 
models like other professional development opportunities may offer. Instead, it will 
feature an overview of the characteristics of the stages of second language 
acquisition, descriptions of four of the primary components of language, an 
introductory analysis of the similarities and differences between Spanish and English 
in each of those areas, and examples of how native language can interfere positively 
and negatively with English acquisition. This will directly lead to the emphasis of the 
project, a focus on facilitating cross-language transfer for Spanish-speaking ELs in 
the areas of vocabulary and phonological awareness.  
The in-service training will ideally take place just before the start of a new 
school year so educators can implement the activities and resources throughout the 
year. However, that will be determined based on the number of professional 
development hours that the district approves for this work. This project will focus on 
the Spanish language to ensure that the execution is manageable for the attending 
teachers and also relevant to as many as possible, since Spanish is the most 
frequently-spoken second language in the district. The effectiveness of the training 
and follow-up will also depend in large part on attending teacher buy-in, their 
availability, and their willingness to implement new methods. In order to best tailor 
the training to the attending staff, a survey will be administered prior to training to 
gauge the questions that staff may have and the topics they find most urgent in 
regards to the EL students they will be teaching in the upcoming school year. 
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Chapter Two: Literature Review 
Introduction 
Researchers and practitioners continue to debate the best instructional models 
for English Learners. As the population of ELs in the country continues to increase, 
so too does the need for instruction to incorporate best practices that align with 
research. This literature review will begin with a theoretical framework that starts 
with a brief overview of the historical context of second language instructional 
methods and some of the assumptions that have been disproved in the literature. A 
summary of some of the current challenges in language education will follow, 
including the devaluing of students’ native languages. Next will be a review of the 
two theories - Cummins’ Linguistic Interdependence Hypothesis and Language 
Transfer Theory - guiding this project. Following the theoretical framework will be 
the research and evaluation section. This section will feature several studies from 
recent literature that highlight the concept of cross-language transfer within the two 
specific areas of vocabulary knowledge and phonological awareness.  
In order to obtain studies to develop this literature review, the initial key 
search terms used were “cross-language transfer,” “English learners,” and “Spanish-
speaking.” Both the ERIC database as well as Grand Valley State University’s library 
database were used to confirm that multiple journal publications were considered. 
The filter “Scholarly & Peer-Review” was applied to ensure high-quality sources 
were found. The filters “Full Text Online” and “Journal Article,” as well as 
narrowing the date range to articles from 2002 to 2019, specified the parameters for 
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the literature to be researched. During the literature review, as the themes of 
vocabulary knowledge and phonological awareness emerged, those were added as 
key search terms, as were “early childhood” or “lower elementary” to ensure the 
research focused on the PK-1st grade age range designated for this project. Finally, 
some of the theoretical research (e.g., Cummins’ later publications) mentioned 
relevant studies related to cross-language transfer that were also considered during 
this literature review. 
Theory/Rationale 
Second language instructional models have greatly evolved throughout 
history. The grammar-translation method was originally used to systematically teach 
grammar through translation without providing opportunities for authentic use of the 
language. Developed in the 1880s in response to the grammar-translation method, the 
direct method abandoned the focus on translation and instead established conditions 
for students to use only the target language for communicative purposes, much like 
they learned their native languages (Cummins, 2008). The direct method focused on 
“listening comprehension and speaking ability (rather than reading and writing 
skills)” to the point that “correct pronunciation and inductively acquired grammatical 
knowledge [were] insisted upon” (2008, p.  66). Many second and foreign language 
educators, as well as many state and federal educational policy makers, still believe 
“that instruction should be carried out, as far as possible, exclusively in the target 
language without recourse to students’ first language (L1)” (2008, p.  65). Proponents 
of this “direct method assumption” also advocate for the “two solitudes assumption,” 
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which states that students’ L1 and second language (L2) should be kept rigidly 
separate during instruction, therefore further supporting monolingual instruction 
(Cummins, 2005).  
Consequently, many students have been discouraged from using their L1 
while learning an additional language at school, and teachers are likewise led to avoid 
instructional strategies that incorporate students’ L1, which is “viewed as a regression 
to the grammar-translation method” (Cummins, 2005, p. 6). Cummins (2008) argues 
that there is no theoretical or empirical research base supporting the direct method nor 
the two solitudes assumption and that translation “can serve useful pedagogical 
purposes” in the classroom when used effectively (p. 73). As a result of the common 
yet misguided avoidance of students’ native languages in English language 
instruction, their L1 “is often viewed as the cause of [their] academic difficulties and 
an impediment to [their] learning of L2,” when in reality it can be used as a 
foundation for further language and literacy learning in English (Cummins, 1979, p. 
225). Two theories that guide this project’s development and recognize the 
importance of students’ native languages as an asset in their acquisition of a new 
language are the Linguistic Interdependence Hypothesis and Language Transfer 
Theory. 
Linguistic Interdependence Hypothesis 
In stark contrast to longstanding monolingual instructional approaches, 
Cummins (1979) developed the Linguistic Interdependence Hypothesis, which states 
that “the level of L2 competence which a bilingual child attains is partially a function 
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of the type of competence the child has developed in L1 at the time when intensive 
exposure to L2 begins” (1979, p. 233). That is, in terms of English Learners, the level 
of English (L2) competence an EL student attains is in part a function of his or her 
native language (L1) competence at the time when intensive English instruction 
began. Therefore, theoretically, students whose L1 is more fully developed have the 
potential for greater competence in the L2, but students whose L1 is less developed 
are less likely to reach the same level of competence in the L2 (1979).  
The basis of Cummins’ theory is the concept of a common underlying 
proficiency (CUP), which refers to cognitive and academic knowledge that is shared 
by and necessary for academic success in both the L1 and L2 (Cummins, 2005). He 
states that even though the “surface aspects (e.g., pronunciation, fluency) of different 
languages are clearly separate” there is a common underlying proficiency that “makes 
possible the transfer of cognitive/academic or literacy-related proficiency from one 
language to another” (2005, p. 3). This intentional application of common 
understandings between languages, which the Linguistic Interdependence Hypothesis 
advocates for, is more commonly known as cross-language transfer.  
Language Transfer Theory 
Language Transfer Theory, often referred to as cross-language transfer (CLT), 
views students’ native languages (L1) as valuable assets, funds of knowledge to be 
utilized by educators. Through cross-language transfer, “the skills, knowledge, or 
strategies acquired in one language can be used to acquire or use another language” 
(NASEM, 2017, p. 244). Once a child has acquired certain cognitive or academic 
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structures and skill sets, those “are potentially available for two-way transfer across 
languages… if the sociolinguistic and educational context is conducive to, or 
supports, such transfer” (Cummins, 2005, p. 3). When teachers acknowledge, value, 
and incorporate students’ L1 knowledge, they help establish the necessary conditions 
for cross-language transfer to occur. Cross-language transfer is especially important 
in regards to the evidence-based instructional strategy of building on students’ 
background knowledge. If instruction for an EL student “is to be meaningful it must 
reflect the child's cultural experiences and build upon his competencies” (Cummins, 
1979, p. 240).  
Historically, promoting cross-language transfer within instruction has not 
been done due to “uncritical acceptance of monolingual instructional assumptions by 
many policy-makers, practitioners, and researchers” (Cummins, 2008, p. 72). 
However, in order to activate prior knowledge that students encoded in their L1 and 
build additional needed background knowledge, instructors must incorporate 
students’ native languages and facilitate cross-language transfer of that knowledge 
(2008). There are many areas of language, literacy, and cognitive/academic 
understanding that can transfer between languages. Cummins (2005) lists five such 
types of transfer: “transfer of conceptual elements… metacognitive and 
metalinguistic strategies… pragmatic aspects of language use… specific linguistic 
elements… [and] phonological awareness” (p. 3). Durgunoğlu (2002) also includes 
syntactic awareness, decoding, use of formal definitions/decontextualized language, 
writing conventions/story grammar, and meaning-making reading comprehension 
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strategies. Finally, Cárdenas-Hagan (2018) adds the components of morphology and 
semantics. 
Teacher Preparation in Cross-Language Transfer 
In order to help their EL students draw from their native language knowledge 
while acquiring English, educators must be knowledgeable about students’ L1 and 
prepared in how to intentionally design “instruction [that] explicitly attempt[s] to 
activate students’ prior knowledge and build relevant background knowledge” 
(Cummins, 2008, p. 68). Research highlights essential components of teacher 
preparation for educators who will be working with English Learners, particularly 
“the strategic use of the child’s first language as a tool to support learning” (Zepeda, 
Castro, & Cronin, 2011, p. 12). When teachers are trained to incorporate cross-
language transfer into their instruction, they can help students apply content and 
language knowledge from their native languages into their acquisition of English 
(Baecher & Jewkes, 2014). De Oliveira, Gilmetdinova, and Pelaez-Morales (2016) 
emphasize the need for teacher candidates to learn how to use knowledge of students’ 
first languages “to scaffold students’ learning, create a safe and welcoming 
environment, [and] foster students’ emotional, socio-cultural and cognitive 
development and transfer of language related skills” (p. 23). Baecher and Jewkes 
(2014) also recommend that teacher preparation programs provide candidates with 
“ongoing opportunities using an array of approaches and materials” for professional 
development and training, rather than a one-time approach, so that educators are 
better able to understand and apply the content learned (p. 51). 
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Research/Evaluation 
Throughout the reviewed literature, the most frequently referenced elements 
of cross-language transfer that emerged and were confirmed through empirical studies 
were the primary themes of transfer of vocabulary knowledge and transfer of 
phonological awareness. Included below is an analysis of the knowledge that can be 
transferred in those areas as well as effective methods educators can use to encourage 
such transfer within each area, the third theme that emerged. 
Cross-Language Transfer of Vocabulary Knowledge 
Vocabulary refers to one’s knowledge of word meanings and their usage. 
Research has shown that “oral vocabulary, in particular, is positively associated with 
reading outcomes and is a strong predictor of reading achievement in monolingual 
children,” with evidence of similar benefits for Spanish-speaking language learners 
(Méndez et al., 2015, p. 93). However, the language of vocabulary instruction is also 
an important factor to consider, since some longitudinal studies conclude “that even 
after receiving English-only instruction for several consecutive years, DLLs [Dual 
language learners] continue to exhibit a slow rate of L2 oral language development” 
(2015, p. 94).  
A study by Méndez, Crais, Castro, & Kainz (2015) researched the impact of 
the language of vocabulary instruction in developing 42 preschool EL students’ 
English vocabulary. Their primary goal was to compare the “effectiveness of two 
instructional modalities [i.e., English-only or Spanish and English instruction] 
presented in the context of the same evidence-informed shared reading vocabulary 
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approach” (2015, p. 94). They wanted to compare vocabulary acquisition 
immediately after instruction as well as retention three weeks later. Their hypothesis 
was that the bilingual vocabulary instruction would yield greater gains in receptive 
vocabulary in both languages. Controlled instructional procedures, regular 
assessment, and five exposures to the target vocabulary characterized both treatment 
groups, which were randomly assigned and came from English-only Head Start 
preschool programs. The researchers found that the children in the bilingual modality 
group “had significantly higher posttest scores (than those receiving the English-only 
instruction) on Spanish and English vocabulary assessments at [the end of instruction] 
and on the Spanish vocabulary assessment at follow-up, even after controlling for 
preinstruction scores” (2015, p. 93). The differences in scores during the three-week 
follow-up were not significant between the two languages. This study provides 
evidence of the benefits of utilizing students’ first and second languages – in that 
order – to benefit vocabulary acquisition, which the researchers refer to as the “L1 + 
L2 scaffolding” (2015, p. 101). It also advocates for repeated exposure to and practice 
with vocabulary in both languages over time in order to maintain that vocabulary. 
In another study, completed by the Center for Applied Linguistics (CAL) on 
behalf of the federal Office of English Language Acquisition (OELA), researchers 
“sought to examine the effects of level of Spanish literacy and oral English 
proficiency on English literacy acquisition” over time after students had received 
instruction during their early elementary years (August, Calderón, & Carlo, 2002, p. 
4). They wanted to know if cross-language transfer of skills occurs, and if so, what 
  
26 
are the impacts of Spanish literacy on English literacy in regards to oral English 
proficiency. In their longitudinal correlational study, they used a convenience sample 
of 189 fourth-grade students who had already been participating in a transitional 
bilingual program (with Spanish for either three or four years) or in an English-only 
program. Both sets of students were receiving targeted reading instruction through a 
curriculum that was available in Spanish and English and were assessed regularly in 
the areas of phonological awareness, phonemic segmentation, word reading skills, 
word knowledge skills, comprehension skills, and oral ability in both languages. 
(2002). They intentionally controlled for differences in student background 
demographics, oral English proficiency, general ability level, and initial English 
proficiency in literacy. They found that, in terms of English word naming tasks, all 
student groups grew in reading efficiency, with the most gains occurring for the 
members of the transitional bilingual (after three years) group (2002). Also, the study 
showed that “Spanish-instructed students knew significantly more cognates than 
those instructed in English only, but the two groups did not differ on their knowledge 
of noncognates” (2002, p. 19). These results have implications for vocabulary 
instruction with Spanish-speaking ELs. The researchers recommend that educators 
provide students with targeted instruction that makes explicit the Spanish-English 
cognates that can enhance ELs’ English vocabulary comprehension. Using this 
cognate knowledge successfully will allow bilingual students to use cognates as a 
resource to figure out the meaning of unknown words to strengthen their reading 
comprehension (2002). 
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A final study from De Oliveira et al. (2016) focused in-depth on a case study 
of a monolingual, English-speaking kindergarten teacher and her use of her students’ 
first language - Spanish - for several purposes, such as “to emphasize instruction, 
reinforce key concepts, check on comprehension, manage the classroom, relate to 
students and to provide encouragement” (p. 37). Rather than focusing on the students’ 
language acquisition, the researchers wanted to focus on unveiling to what extent - 
when, how, and why - an English-speaking teacher could apply even rudimentary 
knowledge of an English learner’s native language in a mainstream classroom 
environment and instruction. Using their own literature review about the same topic, 
the authors sought to confirm and possibly add to those same findings. Their 
proposition was that general classroom teachers, even when monolingual, can find 
ways to successfully use “students’ home language as an effective literacy and 
language teaching tool” (2016, p. 23). Observations were conducted three times a 
week throughout the course of the nine-month school year, and the transcripts were 
analyzed for common themes and patterns. The study unveiled five primary reasons 
for the teacher’s use of students’ first languages and ordered them from most to least 
common: clarifying and emphasizing instructions; reinforcing concepts, words, or 
phrases; checking comprehension and avoiding confusion; managing the classroom 
environment; and relating to and encouraging students (2016). The authors’ 
discussion of the second most common purpose - reinforcing content and language - 
included examples of the teacher using Spanish to expand students’ vocabularies by 
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introducing new words, reinforcing word meanings, and clarifying between similar-
sounding words. 
Supporting students’ transfer of vocabulary knowledge. In addition to 
detailing what vocabulary knowledge can be transferred from Spanish to English, 
research also provides examples of ways teachers can facilitate such transfer. In their 
case study on a monolingual, English-speaking teacher’s facilitation of cross-
language transfer in her classroom, De Oliveira et al. (2016) argue that even teachers 
with limited knowledge of a student’s native language can find ways to successfully 
use it in the classroom (2016, p. 23). Within the area of vocabulary, researchers 
recommend that teachers create a classroom environment that is rich in oral language, 
the basis of literacy and language development, through the use of songs, chants, 
finger plays, stories, and other methods. They also suggest that educators encourage 
families to continue using their native language (L1) to ensure that students are 
receiving the highest level of cognitive and language input, which will help them 
develop crucial receptive vocabulary in the L1. In their study of 117 Spanish-
speaking kindergarten students, which looked at the impact of native language 
vocabulary development on cross-language transfer of phonemic awareness, Atwill, 
Blanchard, Gorin, and García (2010) emphasize how vital vocabulary is for ELs, 
since "young children with limited L1 receptive vocabulary skills will have greater 
risk for future below-average L1 and L2 vocabulary development and subsequent 
achievement in L1 and L2 reading" (p. 119). New vocabulary can best be introduced 
in both languages. Based on their study of English vocabulary acquisition using 
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English and/or Spanish instruction with 42 Head Start preschool students, Méndez et 
al. (2015) recommend that vocabulary be taught in Spanish first and then English to 
best benefit vocabulary acquisition, which the researchers refer to as the “L1 + L2 
scaffolding” (p. 101). Once English and Spanish vocabulary has been introduced, 
opportunities for repeated exposure to and practice with the vocabulary in various 
settings over time is essential for maintenance. Méndez et al. (2015) found that 
students who did not receive continued vocabulary instruction and practice in Spanish 
did not successfully retain it over time within their study. 
A key component of vocabulary instruction for Spanish-speaking ELs is 
recognition of cognates, words that sound similar and mean the same thing (e.g., 
action and acción) as well as false cognates, words that sound similar but do not have 
the same meaning (e.g., rope and ropa). Based on her experience researching cross-
language strategies for ELs with disabilities, Cárdenas-Hagan (2018) states that 
teachers must make Spanish-English cognates explicitly clear, since "elementary 
students are not likely to recognize cognates spontaneously" (p. 17). In their research 
on the Spanish and English phonological awareness, vocabulary, and literacy of 189 
fourth grade students who had participated in either a bilingual program or an 
English-only program, August, Calderón, & Carlo (2002) found that “Spanish-
instructed students knew significantly more cognates than those instructed in English 
only” (p. 19). This highlights that cognate knowledge does not come automatically 
for language learners. Rather, cognates must be taught intentionally so that bilingual 
students can use cognates as a resource to figure out the meaning of unknown words, 
  
30 
therefore strengthening their reading comprehension (2002). In their article on 
identifying cognates within picture books to develop students’ academic vocabulary, 
Hernández, Montelongo, & Herter (2016) recommend that teachers identify cognates 
and other vocabulary essential to comprehension of a text, especially ‘Tier 2’ 
academic vocabulary words (e.g., compare) that are most versatilely used in multiple 
subject areas, and target those words with students. Even if a teacher does not speak 
the language, there are many online lists and databases that can provide the needed 
information. Cárdenas-Hagan (2018) also states that teachers can support students’ 
growing vocabularies by providing an introduction to morphology and multiple 
meanings of words. Identifying basic affixes (i.e., prefixes and suffixes) and root 
words - especially those that are similar between the two languages due to shared 
Latin and Greek etymology - can help young learners understand the meanings of 
new vocabulary they encounter (2018).  
Méndez et al. (2015) also list five additional evidence-based strategies that 
can further support ELs’ growing vocabularies. First, shared reading - in which 
students are active participants learning vocabulary in both languages within the 
context of  high-quality, diverse storybooks - can serve as one way to effectively 
develop students’ vocabulary. A sample shared reading lesson plan from Méndez et 
al. (2015) is provided in Appendix A. They also mention child-friendly definitions, 
repeated exposures to new vocabulary, and using multimodal teaching by 
“representing and recalling words in different contexts, such as visual aids, props, and 
gestures” (2015, p. 96). Finally, culturally-relevant content, in which curriculum and 
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materials are culturally familiar and represent characters and themes similar to 
students’ experiences, allows students to better access their background knowledge 
and draw from the vocabulary and content they have learned in their native languages 
in order to benefit their comprehension in English (2015, p. 96). 
Cross-Language Transfer of Phonological Awareness Skills 
Phonological awareness refers to the targeted manipulation of sound units 
(e.g., phonemes, syllables, onsets and rimes, etc.) within a language. Previous studies 
have “established that phonological awareness is a critical precursor, correlate, and 
predictor of reading achievement” (Dickinson, McCabe, Clark-Chiarelli, & Wolf, 
2004, p. 326). For Spanish-speaking English Learners specifically, research has 
shown that Spanish phonological awareness can be a strong predictor of English 
reading skills, including phonological awareness, spelling, and reading 
comprehension as well as Spanish word recognition (2004). 
A study by Dickinson et al. (2004) sought to learn more about the 
phonological development of young Spanish-speaking children in both English and 
Spanish. Their research centered on finding out to what extent is “phonological 
awareness development in one language… transferred to an L2 and in the 
contributions of oral language facility and early literacy knowledge to emerging 
phonological awareness in both languages” (2004, p. 329). Their hypothesis was that 
phonological awareness growth in Spanish would predict phonological awareness in 
English and vice versa. Their correlational study included 123 bilingual preschoolers 
already in Head Start programs. They administered the Peabody Picture Vocabulary 
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Test as well as the Early Phonological Awareness Profile in both languages and 
added controls based on students’ age and fall English phonological awareness 
scores. They found that spring phonological awareness scores in both languages 
“were most strongly related to the development of phonological awareness in the 
other language” (2004, p. 323). That is, development in phonological awareness in 
either language was likely to transfer to the same skills in the other language. They 
uncovered a smaller relationship between vocabulary and phonological awareness for 
both languages. By using students’ stronger language, both at home and through 
classroom instructional strategies whenever possible, parents and educators can help 
children acquire phonological awareness that can be transferred to their acquisition of 
the other language. Even programs that are English-only can support students’ 
language acquisition in both languages by providing phonological awareness 
experiences in Spanish. 
Another study from Atwill et al. (2010) researched cross-language transfer of 
phonemic awareness skills, a related subset of phonological awareness. Phonemic 
awareness refers to the understanding of the connection between phonemes and the 
orthography (i.e., letters) that represents all spoken language. The researchers wanted 
to find out what impact native language vocabulary development can have on the 
cross-language transfer of phonemic awareness. In their correlational study of 117 
Spanish-speaking kindergarten students participating in English-only programs, the 
random sampling of students was administered the Dynamic Indicators of Basic Early 
Literacy Skills (DIBELS) in both English and Spanish to determine each student’s 
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Spanish and English phonemic awareness skill sets. The subtests administered were 
the initial sound fluency and phoneme segmentation fluency sections, both of which 
are part of phonemic awareness. Students also took the Peabody Picture Test to gain 
baseline information about their English and Spanish vocabulary knowledge. The 
researchers found that the cross-language transfer of phonemic awareness skills from 
Spanish to English was negatively impacted in students with limited Spanish 
vocabulary (2010). They concluded that “vocabulary and L1 PA [phonemic 
awareness] skills accounted for a significant amount of the variance among L2 PA 
scores” (2010, p. 116). The researchers also found that there were statistically 
significant positive correlations in terms of phonemic awareness skills between the 
two languages, but only for students that had average or above PA skills in their L1. 
Students with below-average L1 skill did not exhibit the same cross-language transfer 
of PA skills (2010). The implications of these findings are that building students’ 
native language vocabulary and phonemic awareness skills is essential to fostering 
cross-language transfer of those skills to their acquisition of English. Educators may 
need to differentiate instruction to build students’ L1 skills so they can transfer those 
to their L2.  
A final study from Durgunoğlu, Nagy, and Hancin-Bhatt (1993) examined the 
impact of both Spanish phonological awareness as well as Spanish and English oral 
proficiency on cross-language transfer to students’ word recognition skills in English. 
This study featured slightly older students who were now early emergent readers as 
opposed to the younger pre-readers in the other studies. Durgunoğlu et al. (1993) 
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wanted to know what impact, if any, phonological awareness and oral proficiency had 
on students’ word recognition skills – and therefore predictive reading ability – in 
English. This correlational study featured 31 Spanish-speaking first graders from 
transitional bilingual programs in two districts. All of the participants were beginning, 
non-fluent English readers. They completed tests of letter names and sounds, Spanish 
phonological awareness, and word recognition and oral proficiency in both Spanish 
and English (1993). The Spanish phonological awareness assessments covered 
segmenting (breaking apart) and blending (combining) phonemes and syllables and 
matching beginning sounds. They also administered a researcher-created “transfer 
test” that featured English-like pseudowords in which students had to read the word 
parts and then apply those to new pseudowords. They chose not to assess English 
phonological awareness considering the students were emerging bilinguals so their 
phonological awareness would develop in Spanish first (1993). In their study, oral 
language proficiency and vocabulary in both Spanish and English were not found to 
be predictors of English word identification. Instead, “the best predictors of 
performance on English pseudoword and word recognition tests [were] Spanish 
phonological awareness and Spanish word recognition,” which indicates cross-
language transfer (1993, p. 459). This mirrored some of the results of the study from 
August et al. (2002), which found that “Spanish word recognition significantly 
predicted performance on the English word and pseudoword reading tasks… and 
Spanish phonological awareness predicted English word reading” (p. 9). An 
implication for educators is that working to develop students’ phonological awareness 
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and word recognition skills in their L1 (Spanish) may later help foster word 
recognition skills in their acquisition of the L2 (English). 
Supporting students’ transfer of phonological awareness skills. Research 
also provides examples of ways teachers can facilitate cross-language transfer in the 
area of phonological awareness. As mentioned previously, classroom and home 
environments rich in oral language support students’ growing language faculties in 
both Spanish (their L1) and English (L2). In summarizing her research on cross-
language strategies for ELs with disabilities, Cárdenas-Hagan (2018) recommends 
that teachers learn which phonemes (i.e., speech sounds) from English exist in 
Spanish and which do not. Phonemic inventories such as those included in Appendix 
B can help educators lead students in making connections between sounds that exist 
in both languages and identify any sounds that may be new. Unknown sounds should 
receive explicit instruction, which can include the following steps:  
Teacher says three words that begin with the common sound, students repeat 
the words, students determine the common sound, teacher discusses the 
formation of the sound and its features, [and the] teacher leads a discussion 
regarding the commonalities or differences of the sounds in the native and 
second languages (2018, p. 15).  
Cárdenas-Hagan (2018) also recommends that educators utilize the sounds 
that students are familiar with from their L1 in order to help them learn new, 
similarly-produced sounds in their L2 (e.g., using the /s/ sound from Spanish to 
approximate a /z/ sound in English) (p. 16). Based on their research on the impact of 
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Spanish phonological awareness and Spanish and English oral proficiency on 31 
Spanish-speaking first graders’ word recognition skills in English, Durgunoğlu et al. 
(1993) note that not only may individual sounds be new for Spanish-speaking 
students, but also combinations of sounds within orthographic patterns, such as 
consonant s-blend beginnings like <str> in English (p. 462). They emphasize it is 
imperative that students have multiple opportunities to verbally practice these sound 
combinations in authentic ways (1993).  
Finally, based on their project that analyzed the effect that native language 
vocabulary development can have on cross-language transfer of phonemic awareness 
in 117 Spanish-speaking kindergarten students, Atwill et al. (2010) recommend that 
teachers lead students through “recognition and manipulation of not only phonemes 
but also onsets, rimes, syllables, and words” in both Spanish and English (p. 107; 
Cárdenas-Hagan, 2018). Activities can target new English sounds to ensure additional 
practice. In a study by Dickinson et al. (2004) on the impact of English phonological 
awareness skills on Spanish phonological awareness skills in bilingual Head Start 
preschoolers, the researchers recommend that programs support students’ growing 
skills in both Spanish and English, since those underlying skills can transfer between 
languages. Durgunoğlu et al. (1993) equally agree that once students can blend, 
segment, and manipulate sounds in their L1, "it is likely that this metalinguistic 
awareness could be applied to an (alphabetic) second language as well" (p. 462). 
Phonological awareness (in any language) lays the necessary foundation for 
phonemic awareness, a vital precursor to reading. 
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Summary 
English Learners’ native languages can serve as an asset in their acquisition of 
both language and content. However, in order for that to occur, educators must 
receive training on how to use those native languages “to scaffold students’ learning, 
create a safe and welcoming environment, [and] foster students’ emotional, socio-
cultural and cognitive development and transfer of language related skills” (De 
Oliveira et al., 2016, p. 23).  Additional professional development is needed to ensure 
that all educators – not just bilingual or EL specialists – are prepared to meet the 
unique needs of ELs in all classrooms and build on students’ strengths and prior 
experiences as dual language learners. Cummins’ Linguistic Interdependence 
Hypothesis acknowledges a common underlying proficiency (CUP) that exists 
between students’ two languages and impacts their language acquisition. Cummins’ 
hypothesis emphasizes that students’ second language (L2) development is in part a 
function of their native language (L1) development at the time when L2 instruction is 
begun (Cummins, 2005). Therefore, strengthening students’ native language 
competence can further benefit their second language acquisition. 
Studies highlight how cross-language transfer between English Learner 
students’ languages can occur in the areas of vocabulary knowledge and phonological 
awareness. Méndez et al. (2015) found that vocabulary interventions presented in 
both Spanish and English, in lieu of English-only instruction, strengthened students’ 
scores on both the Spanish and English vocabulary assessments at the end of 
instruction and on the Spanish vocabulary assessment at a follow-up three weeks 
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later. Other Spanish-speaking students who participated in a transitional bilingual 
program demonstrated more gains in English word naming tasks than ELs who 
participated in English-only instruction (August et al., 2002). They also had greater 
knowledge and application of cognates than students instructed in English only 
(2002). Teachers can use students’ native languages to scaffold their receptive 
comprehension (August et al., 2002; De Oliveira et al., 2016; Méndez et al., 2015). 
Recommended strategies for facilitating cross-language transfer in the area of 
vocabulary include introducing new vocabulary in both languages (Atwill et al., 
2010), preferably in the L1 first and with repeated exposures (Méndez et al., 2015); 
explicitly teaching cognate knowledge (August et al., 2002; Cárdenas-Hagan, 2018) 
and academic vocabulary (Hernández et al., 2016); introducing morphology studies 
(Cárdenas-Hagan, 2018); and using culturally-diverse shared reading approaches 
(Méndez et al., 2015). 
In terms of phonological awareness, Dickinson et al. (2004) found that 
phonological awareness scores in both English and Spanish most strongly correlated 
with the equivalent scores in the other language, demonstrating transfer of those skills 
between languages. Atwill et al. (2010) produced evidence that limited Spanish 
vocabulary and phonemic awareness skills negatively impacted the transfer of 
phonemic awareness skills from Spanish to English. Positive correlations of transfer 
of phonemic awareness skills between the two languages only occurred for students 
who had average or above phonemic awareness skills in their L1 (2010). Finally, 
multiple studies found that Spanish phonological awareness and word recognition 
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were some of the best predictors of performance on English pseudoword and word 
recognition tests (Atwill et al., 2010; Dickinson et al., 2004; Durgunoğlu et al., 1993). 
Recommended strategies for facilitating cross-language transfer in the area of 
phonological awareness include using phonemic inventories to identify and explicitly 
teach new phonemes or connect them to known phonemes (Cárdenas-Hagan, 2018); 
providing repeated exposure to and practice with new orthographic patterns 
(Durgunoğlu et al., 1993); and leading activities to blend, segment, and manipulate 
sounds in both languages (Atwill et al., 2010; Dickinson et al., 2004; Durgunoğlu et 
al., 1993). 
Conclusion 
This literature review has several implications for this project and for the 
participating educators who are invested in ensuring the success of their Spanish-
speaking EL students. Researchers such as De Oliveira et al. (2016) and  Zepeda et al. 
(2011) urge teachers, teacher educators, and teaching candidates to learn how to 
utilize students’ native language for the purposes of strategically scaffolding learning, 
creating more responsive classroom communities, and better supporting students’ 
cross-language transfer and overall development. As a result, this project’s website 
reference guide and in-service training have been created with the intention of 
meeting those purposes. Baecher and Jewkes (2014) recommend that teacher 
preparation programs feature training for teacher candidates that is ongoing as 
opposed to a one-time occurrence to better facilitate their learning of the material. 
Therefore, the in-service training in this project will include follow-up learning and 
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discussion options, as well as later opportunities for re-evaluation (i.e., the survey in 
Appendix E and the checklist in Appendix F), to ensure that participating educators 
are able to sustain their learning throughout the school year. 
Theorists and researchers agree that four of the essential components of 
language that can be targeted when supporting cross-language transfer are phonology 
(sound units), morphology (smallest units of meaning), semantics (vocabulary), and 
syntax (grammar), so all four of these concepts will be summarized on a page of the 
website reference guide (see Appendix C) and taught during the in-service training 
(see Appendix D) (Cárdenas-Hagan, 2018; Cummins, 2005; Durgunoğlu, 2002). 
Separate website pages will also detail comparisons of the similarities and differences 
between English and Spanish in each of these four areas as well as examples of 
positive and negative language interference that can occur due to cross-language 
transfer in those four areas.  
The research previously reviewed highlights the benefits of facilitating cross-
language transfer from Spanish to support acquisition of both vocabulary and 
phonological awareness in English. Therefore, both of those elements will be featured 
in the in-service training as well as on their own cross-language transfer informational 
pages on the website reference guide, each with a section regarding what the research 
says about transfer in that area and a section dedicated to practical ways to facilitate 
transfer in that area through the classroom environment and instructional strategies.  
In terms of vocabulary transfer, the research-driven best practices will include 
introducing new vocabulary in both languages - preferably Spanish first - and 
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revisiting that vocabulary over time to build students’ L1 receptive vocabulary and 
scaffold L2 learning (Atwill et al., 2010; Méndez et al., 2015). Also, participants will 
learn how to direct students’ learning of true and false cognates (Cárdenas-Hagan, 
2018) so that students can decipher the meanings of unknown words (August et al., 
2002), build their academic vocabulary (Hernández et al., 2016), and begin to apply 
components of morphology to learn new words and further expand their vocabulary 
and reading comprehension (2018). One specific strategy that will be discussed is 
shared reading using high-quality, culturally-relevant picture books to support 
vocabulary acquisition. Using the provided shared reading lesson plan (see Appendix 
A) from Méndez et al. (2015), participants will receive training on how to use this 
strategy in their particular classrooms. Special consideration will be given during the 
training to ensure that participants understand that they do not need to speak Spanish 
fluently in order to successfully use it to benefit students (De Oliveira et al., 2016).  
In terms of transfer of phonological awareness skills, the evidence-based 
suggested practices will include identifying phonemes that are shared between 
English and Spanish as well as phonemes that are unique to both languages using 
phonemic inventories such as those included in Appendix B (Cárdenas-Hagan, 2018). 
This skill will be taught during the training, and a page about phonology will be 
featured on the website reference guide. Participants will also learn how to explicitly 
teach unknown sounds (e.g., /j/ for Spanish speakers) and sound combinations (e.g., 
beginning <str> blends) and how to help students use the sounds they know to 
approximate new sounds (2018). Finally, the website and training will emphasize the 
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need for participating educators to purposefully teach students to blend, segment, and 
manipulate sounds, syllables, onsets, and rimes in both Spanish and English so that 
they can transfer the underlying phonological awareness skills from one language to 
the other, therefore laying a strong foundation for later phonemic awareness and 
literacy development (Dickinson et al., 2004; Durgunoğlu et al., 1993). 
Chapter Three: Project Description 
Introduction 
English Learners’ native languages (L1) can be examined through one of two 
lenses: a deficit-based perspective or an asset-based perspective. Whereas the former 
views students’ L1 as a detriment to their English acquisition and overall academic 
success, the latter views their L1 as an integral part of their existing cognitive and 
academic funds of knowledge, which can be used to support their growing 
proficiency in English. Monolinguistic instructional models like the direct approach, 
which focus solely on the target language (L2), fail to acknowledge the common 
underlying proficiency that exists among both languages (Cummins, 2008). 
As Cummins’ (2008) Linguistic Interdependence Hypothesis states, students’ 
common underlying proficiency can and should be activated to support cross-
language transfer of cognitive, academic, and linguistic knowledge and skills from 
their L1 to their L2. However, many educators have not been sufficiently prepared to 
provide this culturally-responsive instruction that considers students’ language and 
cultural backgrounds by drawing from students’ existing funds of knowledge that 
have been encoded in their L1 (Cárdenas-Hagan, 2018; Samson and Collins, 2012). 
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The purpose of this project is to develop a practical web-based reference guide for 
PK-1st grade teachers of English Learners. This guide will help them provide 
culturally-and linguistically-responsive teaching by identifying language concepts 
and skills that can transfer from Spanish to English, how those can be incorporated 
into classroom environments and instruction, and how they can take into account their 
EL students’ levels of English language acquisition and funds of knowledge when 
planning for supports. 
Following this introduction will be an overview of the components for the 
project, a plan for evaluating the effectiveness of the project, conclusions that can be 
drawn based on project development, and plans for implementation of the project. 
Project Components 
Many educators have not been sufficiently prepared to establish classroom 
environments and teaching practices that facilitate cross-language transfer for their 
Spanish-speaking English Learners (Greenberg et al., 2015; NASEM, 2017; Samson 
& Collins, 2012). They may lack training in the components of the Spanish language 
or how a student’s native language (L1) can interfere positively or negatively with 
their acquisition of English and therefore fail to recognize the student’s L1 as a 
valuable tool to support their language and content learning (Baecher & Jewkes, 
2014; Zepeda et al., 2011). This project provides classroom and special education 
teachers with training and a practical website reference guide to meet the project 
objectives of teaching about English acquisition, the components of the Spanish 
language and how they compare to English, and how staff can effectively promote 
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cross-language transfer for their EL students. The project has been designed for a 
suburban public-school district in western Michigan with a small, but steadily 
growing, population of PK-1st grade Spanish-speaking English Learners distributed 
throughout the district’s eight elementary schools. However, the contents of this 
project could also be applicable to other teachers of Spanish-speaking EL students in 
the United States. Considering the most prevalent second language of ELs in the 
receiving district is Spanish, this project will focus only on components of Spanish 
and English cross-language transfer.  
The website resource that will be created as part of this project will be a 
reference guide for classroom teachers, and its development will be guided by the 
previously reviewed literature (see Appendix C for page screenshots). The website 
will feature a page about the stages of English language acquisition so teachers can 
easily identify where their students’ abilities fall. Subsequent pages will include 
information about the linguistic components of the Spanish language - that is, 
phonology, morphology, semantics/vocabulary, and syntax - as well as comparisons 
to English so teachers can analyze aspects of language that may transfer (Cárdenas-
Hagan, 2018; Cummins, 2005; Durgunoğlu, 2002). Another section on the website 
will be dedicated to providing examples of positive and negative language 
interference to highlight negative language interference that is sometimes mistaken 
for presentations of a disability or language disorder (NASEM, 2017). The final 
sections will provide information about the cross-language transfer of vocabulary 
knowledge (August et al., 2002; Cárdenas-Hagan, 2018; De Oliveira et al., 2016; 
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Hernández et al., 2016; Méndez et al., 2015) and phonological awareness skills 
(Atwill et al., 2010; Cárdenas-Hagan, 2018; Dickinson et al., 2004; Durgunoğlu et al., 
1993), both of which are key components of early childhood education for all 
learners. Those sections will feature both the theory as provided by the 
aforementioned studies as well as practical strategies the researchers recommend that 
teachers use to facilitate cross-language transfer in those areas. Most pages will 
include a short quiz that will serve as a formative assessment for participants to 
evaluate their understanding of each section. 
The second component of this project is an in-service training that will be 
provided to introduce the cross-language transfer research and website reference 
guide to the attending PK-1st grade teachers (see Appendix D for the training 
agenda). This training serves to fill a gap in existing professional development due to 
preservice teacher preparation programs that often do not provide educators with 
sufficient information about how to best support English Learners (DeMatthews et 
al., 2014; Greenberg et al., 2015; NASEM, 2017; Samson & Collins, 2012). Staff will 
first receive an overview of much of the theoretical framework and literature 
presented in Chapter Two of this project in order to gain an understanding of the 
theory and research underlying the identified EL best practices. During the training 
participants will be lead through an exploration of each corresponding section of the 
website for their future reference. Following the discussion of cross-language 
transfer, participants will be able to explore those pages of the website to see how 
they can apply the suggested strategies in their classrooms, with time provided to 
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collaborate with their grade level or content teams for further discussion. This 
training is unique because participants will be able to examine authentic EL students’ 
verbal and written language samples from within the same district to practice 
identifying components of cross-language transfer and language interference in 
context and decide on the next instructional steps for those students. Because the 
samples are from within the district itself, they will be directly applicable to the 
assessments and assignments that staff will be utilizing with their own classrooms 
during the school year. Follow-up meetings will be available for teachers who would 
like further review of the concepts or additional opportunities to ask specific 
questions, therefore extending the learning instead of limiting it to a single in-service 
training session (Baecher & Jewkes, 2014). 
Project Evaluation 
The evaluation components for this project will assess the three objectives 
outlined in Chapter One to determine whether there was an increase in teachers’ 
knowledge of second-language acquisition, the linguistic features of Spanish and 
English, and the benefits of and strategies to facilitate cross-language transfer, as well 
as an increase in the frequency that teachers use such strategies in their classrooms. 
To assess all three project objectives, a survey (see Appendix E) will be administered 
to participating staff members before the training, after completion of the in-service 
day, and at the end of the school year after having the opportunity to use the reference 
guide website in context. The survey will include both close-ended (i.e., on a numeric 
scale from one to five) and open-ended responses to gauge teacher familiarity with 
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stages of language acquisition, components of language, comparisons between the 
linguistic components of English and Spanish, and language transfer concepts. To 
further assess the participants’ introductory knowledge of Spanish and application of 
cross-language transfer concepts - therefore addressing objectives two and three - a 
self-evaluation checklist (see Appendix F) will be provided for staff members to self-
evaluate the alignment of their classroom environments and instructional methods 
alongside best practices that facilitate cross-language transfer for EL students, based 
on the reviewed literature. Teachers will be able to self-evaluate before the training as 
well as after using the reference guide during the school year. The surveys and 
checklists will be analyzed to assess whether staff learning and application has 
occurred and what further support can be provided. On the survey, success will be 
indicated by positive responses on the Lickert scales, which would indicate 
participant familiarity with the material, as well as correct responses to the questions 
about the training content. On the self-evaluation checklist, success will be indicated 
by staff members marking an increasing number of items as “Starting to” or “Yes!” 
compared to their previous checklists. Finally, staff feedback will be elicited through 
a survey (see Appendix G) both after completion of the in-service training and at the 
end of the school year after having used the reference guide to determine which 
aspects of the resource and training have been beneficial and which can be improved 
for future trainings. 
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Project Conclusions 
Although the population of P-12 English Learner students in the United States 
continues to rise, ELs are not making an acceptable amount of progress according to 
national measures (OELA, 2018a). This indicates that existing instructional practices 
for English Learners have not been effectively closing the achievement gap between 
EL and non-EL students. A contributing factor to this may be that many teacher 
candidates receive little to no instruction regarding best practices for working with 
ELs (Cárdenas-Hagan, 2018). All teachers - not only EL and bilingual staff - must be 
prepared to work with EL students. Research highlights the benefits of helping ELs 
apply their native language knowledge and experiences to their acquisition of 
English, also known as cross-language transfer (Cummins, 1979). However, in order 
to do so, teachers must be knowledgeable about students’ native languages and more 
importantly how to intentionally design their classrooms and instruction to effectively 
facilitate cross-language transfer (Baecher & Jewkes, 2014; Cummins, 2008; De 
Oliveira et al., 2016; Zepeda et al., 2011).  
 Cummins’ Linguistic Interdependence Hypothesis and Language Transfer 
Theory, which form the foundation of the theoretical framework for this project, 
recognize students’ native languages as necessary and beneficial precursors to second 
language acquisition. The more developed a student’s first language is, the greater the 
linguistic, academic, and cognitive repertoire that student will have to draw from 
when learning a second language (Cummins, 1979). However, in order for the 
greatest benefit to occur, a student’s learning environment must be sufficiently 
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conducive to language transfer (Cummins, 2005). Early childhood is an optimal time 
to nurture students’ growing biliteracy by first and foremost supporting their native 
language development (MI SBE, 2005).  
 For Spanish-speaking English Learners, two research-based areas of cross 
language transfer are vocabulary and phonological awareness. Introducing and 
reviewing new vocabulary words in both languages over time (Atwill et al, 2010; 
Méndez et al., 2015), explicitly teaching cognates (August et al., 2002; Cárdenas-
Hagan, 2018), and using culturally-relevant shared reading approaches (Méndez et 
al., 2015) are some of the ways educators can assist their ELs in transferring 
vocabulary knowledge from Spanish to English. To help their students transfer 
phonological awareness knowledge, teachers should build students’ phonological 
awareness skills in Spanish along with English (Atwill et al., 2010; Dickinson et al., 
2004). Strategies to accomplish this include using phonemic inventories to identify 
and teach new phonemes (Cárdenas-Hagan, 2018) as well as incorporating activities 
that encourage students to blend, segment, and manipulate sounds, syllables, and 
other word parts in both languages (Atwill et al., 2010; Dickinson et al., 2004; 
Durgunoğlu et al., 1993).  
 This project fills a need within many classrooms today. There are few 
opportunities for teachers to learn about cross-language transfer and receive 
complementary, easily-accessible training throughout the school year. Therefore, this 
project serves to provide educators with a practical reference guide as well as 
accompanying professional development that is ongoing (Baecher & Jewkes, 2014). 
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This project is expected to increase participating educators’ knowledge of English 
language acquisition, linguistic components of and comparisons between English and 
Spanish, and best practices that facilitate cross-language transfer of vocabulary and 
phonological awareness for the English Learners in their classrooms. By offering this 
training to PK-1st grade teachers in multiple buildings in the receiving district, the 
potential impact of the introduction of these strategies increases as teachers have the 
opportunity to connect with and educate one another from year to year. Including 
general and special education teachers as well as other itinerant staff in discussions of 
best practices for their English Learners further solidifies the collaborative 
relationship between all of the personnel who must work together to support their EL 
students successfully. Providing educators with tools such as the website reference 
guide as well as training like the in-service and follow-up sessions will empower 
them to recognize effective EL instruction in their classrooms and strive to provide 
more opportunities to incorporate, strengthen, and value their students’ native 
languages. In doing so, they will foster an environment that will set their EL students 
up for linguistic and academic success (De Oliveira et al., 2016). 
There are some questions related to this project that still remain unanswered. 
This project does not address all linguistic, academic, or cognitive areas that can be 
transferred from Spanish to English, nor does it include all possible strategies that 
could be used to facilitate cross-language transfer of vocabulary and phonological 
awareness in Spanish-speaking EL students. There are many other relevant factors 
that could influence a student’s experience with cross-language transfer, such as 
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cultural background, educational history, or age, for example. Rather, this project 
serves to provide a starting point for teachers who work with PK-1st grade Spanish-
speaking ELs and to introduce them to the underlying theories and hypotheses, to the 
existing research base, and to some of the recommended best practices so they can 
begin to reflect on their classroom environments and teaching practices and how they 
can continue to be improved to benefit their English Learners. 
Plans for Implementation 
This project will be implemented within a suburban public-school district in 
western Michigan that has a small but growing EL population. Prior to leading the 
full professional development session for staff from the district’s eleven early 
childhood and elementary buildings, a practice session will be conducted with the 
district’s three English Learners teachers, who may also attend the in-service training, 
to ensure that the material is comprehensible and beneficial for future attendees. Then 
the EL department will identify PK-1st grade staff who will have Spanish-speaking 
ELs in their classrooms next school year - as well as special education teachers, 
speech pathologists, and any other itinerant staff who will be working with those 
students - and invite them to participate in the training. The in-service training will 
preferably take place just before the start of the new school year so educators can 
utilize the skills and knowledge they acquire throughout the year. However, the 
allotted days and times for the training will ultimately be decided by the school 
district’s curriculum department. 
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Following the initial in-service training, additional optional follow-up 
meetings to collaborate and debrief will be available bimonthly for any staff who 
participated in the training. Upon request from any staff members, the three EL 
teachers will be available to observe in their buildings’ classrooms to record evidence 
of current strategies to support students’ L1 as well as strategies that could be used to 
further enhance cross-language transfer. Participants will have access to the website 
reference guide both during the training as well as throughout the school year. The 
success of the training and follow-up activities may vary in part based on the 
teachers’ participation, availability, and willingness to try new strategies. In order to 
ensure relevance, participants’ input will be requested before the training to ensure 
that the training addresses the issues that are most applicable to their concerns and 
questions. Language samples from previous Spanish-speaking EL students will be 
featured in the training to show participants real student work samples that they may 
see in their classrooms during the upcoming year. Depending on feedback from the 
participating staff members, this website resource and accompanying in-service 
training may be further expanded to include experiences of older Spanish-speaking 
English Learners as well as cross-language transfer for ELs who have native 
languages other than Spanish. Incorporating older grade levels would require 
discussion of additional areas of cross-language transfer since students would most 
likely be reading and writing in one or both languages. Including languages other than 
Spanish may introduce or reduce some areas of cross-language transfer (e.g. non-
alphabetic languages would transfer differently to English). Pending the response 
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from the in-service training, similar sessions may be provided to other districts or 
intermediate school districts as requested, all with the goal of enabling educators to 
better facilitate cross-language transfer for their EL students through intentional 
classroom environments and instructional practices. 
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Appendix A 
Sample Shared Reading Lesson Plan 
 
See below for a sample shared reading lesson plan from Méndez et al. (2015), 
which provides an outline that teachers can follow or modify to introduce key 
vocabulary from shared reading texts in both Spanish and English in order to increase 
student comprehension. 
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Appendix B 
Sample Spanish-English Phonemic Inventories 
See below for examples of phonemic inventories from Bilinguistics (Prath, 
n.d.). The inventories compare and contrast the consonants and vowels that exist in 
Spanish and English. 
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Appendix C 
Website Reference Guide Screenshots 
Below are sample screenshots of pages from the website reference guide. See 
the following link for the website: http://supportinglanguagetransfer.weebly.com/. 
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Appendix D 
In-Service Training Agenda 
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Supporting English Learners’ Cross-Language Transfer 
Ashley Golin 
K-8 EL Teacher 
 
• Anecdote: Language interference or language delay? 
 
• A Brief History of Second Language Instruction 
• Theorists and Hypotheses 
• Cross-Language Transfer (CLT) 
 
• Components of Language 
• Phonology → individual sounds 
• Morphology → smallest units of meaning 
• Semantics → vocabulary 
• Syntax → grammar 
• Pragmatics → language in context 
 
• What Does the Research Say? 
• CLT of Vocabulary 
§ August et al., 2002 
§ De Oliveira et al., 2016 
§ Méndez et al., 2015 
• CLT of Phonological Awareness 
§ Atwill et al., 2010 
§ Dickinson et al., 2004 
§ Durgunoğlu et al., 1993 
 
• Facilitating Cross-Language Transfer 
• What does this look like in your classroom? 
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• Anecdote: Language interference or language delay? 
 
• Language Interference 
• Positive Interference 
• Negative Interference 
 
• Application Activity: Analyzing Student Language Samples 
• What evidence is there of language interference? 
• What evidence is there of cross-language transfer? 
• What next steps would you take with this student? 
 
• Optional Follow-Up Meetings 
 
• Questions? 
 
 
 
 
 
 
 
 
 
 
 
 
 
  
68 
Appendix E 
Participant Cross-Language Transfer Learning Survey 
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Spanish-English Cross-Language Transfer 
 
Please complete the following questionnaire to the best of your ability by 
using the provided scales as well as by writing in your response to each question. 
 
1. I can name the five stages of English language acquisition.  
1      2   3           4  5 
          (Strongly Disagree)       (Disagree)       (Neutral)         (Agree)         (Strongly Agree)
  
Answer: _____________________________________________________________ 
 
2. I can identify four of the primary components of language.  
1      2   3           4  5 
          (Strongly Disagree)       (Disagree)       (Neutral)         (Agree)         (Strongly Agree)
  
Answer: _____________________________________________________________ 
 
3. I can provide multiple examples of similarities and differences in phonology 
(individual sounds) between Spanish and English. 
1      2   3           4  5 
          (Strongly Disagree)       (Disagree)       (Neutral)         (Agree)         (Strongly Agree)
  
Answer: _____________________________________________________________ 
 
____________________________________________________________________ 
 
4. I can identify multiple examples of similarities and differences in morphology 
(smallest units of meaning) between Spanish and English. 
1      2   3           4  5 
          (Strongly Disagree)       (Disagree)       (Neutral)         (Agree)         (Strongly Agree)
  
Answer: _____________________________________________________________ 
 
____________________________________________________________________ 
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5. I can provide multiple examples of similarities and differences in semantics 
(vocabulary) between Spanish and English. 
1      2   3           4  5 
          (Strongly Disagree)       (Disagree)       (Neutral)         (Agree)         (Strongly Agree)
  
Answer: _____________________________________________________________ 
 
____________________________________________________________________ 
 
6. I can identify multiple examples of similarities and differences in syntax 
(grammar) between Spanish and English. 
1      2   3           4  5 
          (Strongly Disagree)       (Disagree)       (Neutral)         (Agree)         (Strongly Agree)
  
Answer: _____________________________________________________________ 
 
____________________________________________________________________ 
 
7. I can provide multiple examples of positive language interference between 
Spanish and English. 
1      2   3           4  5 
          (Strongly Disagree)       (Disagree)       (Neutral)         (Agree)         (Strongly Agree)
  
Answer: _____________________________________________________________ 
 
____________________________________________________________________ 
 
8. I can identify multiple examples of negative language interference between 
Spanish and English. 
1      2   3           4  5 
          (Strongly Disagree)       (Disagree)       (Neutral)         (Agree)         (Strongly Agree)
  
Answer: _____________________________________________________________ 
 
____________________________________________________________________ 
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9. I can define the term “cross-language transfer.” 
1      2   3           4  5 
          (Strongly Disagree)       (Disagree)       (Neutral)         (Agree)         (Strongly Agree)
  
Answer: _____________________________________________________________ 
 
10. I can identify two ways to support Spanish-speaking English Learners’ cross-
language transfer of phonological awareness in my classroom. 
1      2   3           4  5 
          (Strongly Disagree)       (Disagree)       (Neutral)         (Agree)         (Strongly Agree)
  
Answer: _____________________________________________________________ 
 
____________________________________________________________________ 
 
11. I can identify two ways to support Spanish-speaking English Learners’ cross-
language transfer of vocabulary knowledge in my classroom. 
1      2   3           4  5 
          (Strongly Disagree)       (Disagree)       (Neutral)         (Agree)         (Strongly Agree)
  
Answer: _____________________________________________________________ 
 
____________________________________________________________________ 
 
Do you have any other questions or concerns you would like addressed? 
 
_____________________________________________________________________ 
 
_____________________________________________________________________ 
 
 
Thank you for your time! 
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Appendix F 
Cross-Language Transfer Facilitation Checklist 
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Cross-Language Transfer Facilitation Checklist 
 
Please complete the following checklist to self-evaluate how you are facilitating 
cross-language transfer through your classroom environment and teaching practices. 
 
Phonological Awareness 
Do I… 
 Not yet Starting to Yes! 
Infuse oral language activities throughout the day? 
(e.g., songs, chants, finger plays, stories, books, 
poems, etc.)? 
   
Know which sounds exist in both English and 
Spanish, and which sounds do not? 
   
Have a way to record the sounds my ELs can produce?    
Help students make connections between shared 
sounds? 
   
Explicitly teach my ELs new sounds?    
Incorporate students’ native language (Spanish) in 
classroom activities (e.g., songs, books, etc.)? 
   
Encourage families to continue using their native 
language at home (e.g., talk together, read, sing 
songs)? 
   
Provide opportunities for ELs to blend, segment, and 
manipulate sounds in both languages? 
   
Provide targeted practice opportunities for sound 
combinations that are new or difficult? 
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Vocabulary 
Do I… 
 Not yet Starting to Yes! 
Incorporate students’ native languages (Spanish) in the 
classroom environment (e.g., labels, books, etc.)? 
   
Use strategies to allow students opportunities to use the 
language verbally (e.g., same language buddies, etc.)? 
   
Provide multiple opportunities for students to practice 
new vocabulary in various contexts over time? 
   
Know common Spanish-English cognates, or know 
how to find out what they are? 
   
Have a posted list of cognates to refer to with students?    
Identify false cognates for students?    
Point out basic affixes (prefixes and suffixes) and root 
words for students (e.g., un- in untie)? 
   
Teach multiple meanings of words (e.g., play in play 
an instrument, play a game, or play a record). 
   
Use multiple modes to teach new vocabulary, making it 
concrete through pictures, videos, or real-life artifacts 
when I can? 
   
Know how to select high-quality, diverse picture books 
that contain rich vocabulary? 
   
Know what vocabulary words to target during shared 
reading activities? 
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Appendix G 
Digital Feedback Survey 
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Digital Feedback Survey 
 
 
1. What aspect(s) of the training session was most beneficial and why? 
 
 
2. What aspect(s) of the website resource has been most beneficial and why? 
 
 
3. What would be beneficial to include or improve for future training sessions? 
 
 
4. Please indicate any other feedback you have below: 
 
 
 
Thank you for your time! 
 
 
  
